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ABSTRACT 
The present study aimed at understanding the rela-
t i onsh i p between students J . attendance at adu 1 t educa-
t i on coul~ses and thei r se 1 f-esteem, expectat ions, and 
cl assroom env ·i ronment. The subj ects wer-e 540 adu 1 t 
learners taking short courses at seven adult education 
centres. The courses taken i nc 1 uded shor'thand, type-
wr i t i ng, bookkeep i ng, and import and export pract "j ce. 
Resu ·'lts revea·led no ·s"ignificant relationship between 
se 1 f-esteem and attendance rate. However, classroom 
environment and student expectation were associated 
with attendance rate. Furthermore, se 1 f -' esteem, stu-
dent expectation, and classroom environment were moder-
ately related with each other. ~"Jhen students' demo-
graphic variables were taken into cons "ideration, stu-
dent expectation arId classroom environment were st i '1"1 
powerful predictors of students' attendance. Notewor--
thily , none of the demographic variables were signifi-
cant ·'1y related to attendance rate direct-I.v. It It-Jas 
found that some persona 1 and sac i a 1 factors such as 
confl i cts of interests, fami 1 y commi tments, change of 
jobs also affected student attendance rate. Lastly, 
implications of findings for the future adult education 
policy were discussed. 
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CHAPTER ONE 
.J..N.IB .. Q.P .. v...C ..IJ .. QN. 
In thi s chapter, the genera 1 background of the 
PI~oposed study wi 11 be discussed. The reseal~ch ques-
tion wi -j -j then be proposed. Lastly, the significance 
of the study will be highlighted. 
A . .!? .. g .. 9. .. k .. g .. [ .. 9. .. ~ .. o. .. q. 
Educat ion is an important means to change the 
present society. It is also of decisive importance to 
the so cia 1 and e con 0 mic we 1 far e 0 f the i n d i v -i d ua 1, i n 
so far as work satisfaction, and improvement of work--
ing environment are concerned. Education also plays an 
importaht role in the promotion of democracy. It can 
enhance the individual 1 s interest in social issues and 
increase his opportunities for participating in cultur-
al l -ife. 
It is apparent that adult literacy has immedi-
ate soc'ial and economic implications for the indi -
vidual person and a society as a whole. A pet-son wi th 
literacy skills is able to participate in the social, 
cultural and political life of his or her country in a 
way that is denied the illiterate person. Similarly, 
the potential to improve his or her economic status by 
accessing information about improved work practices is 
also apparent. The ability to read and write enables 
people to understand their environment and the environ-
ment of others. Such understand i ng is er i t i ca 1 to 
their ability to survive in harmony with the human and 
natural environment, and also to contribute in a 
positive way to the development of an increasingly 
complex world. It is therefore, clearly in the inter-
ests of governments to give high priority to the devel-
opment of programmes for improving the overall literacy 
level of their adult population. 
Everybody learns from the experiences of everyday 
'. 
living. Adult education offers opportunity for the 
learners to reach beyond their experiences and to grow 
and develop. Adult education is a commodity too valu-
able to be priced at the market rate and restricted to 
the more wealthy as a scarce resource. 
We live in a period of rapid technological change. 
It is no longer possible even in principle for the 
initial period of full-time education to be an adequate 
preparat i on for 1 i fe. We need to deve lop mechan isms 
which facilitate life-long education. An educated 
work-force is needed if techno log i ca 1 change in the 
2 
work place is to be beneficial; an educated population 
is needed if we are to make wi se communa 1 dec i si ons 
about the pace and the direction of technological 
change. Thus~ there is a clear need to move toward a 
situation in which adult education is seen as being as 
universal and natural as schooling for children. 
I! Vocati ona vI educat i on I! i nc 1 udes a 11 those educa-
tional act i vi ties wh i ch are des i gned to prepare an 
-individual entry to a part i cu '1 ar occupation, 
improve his 01'"' her knowledge or skill in relation to 
the exercise of an occupation, permit or promote the 
opportunity to change occupations; these activities may 
be conducted within educational institutions, skill 
training centers, or individual enterprises. 
In practice, adult education functions differently 
according to the needs of different countries. In 
deve -lop -i ng countr i es; adu 1 t educat ion is for economi c 
development and social emancipation; while in developed 
countries it is for professional advancement and self-
actualization (Darkenwald & Merriam, 1982). 
differ from those taken in formal 
schooling. Courses were primarily noncredit in nature, 
and the subject matter proved to be overwhelmingly 
nonacademic. Th i rty-three percent of adu 1 t 1 earn i ng 
act i vit i es were vocat i ona 1, wh i 1 e 20 percent wet'"'s in 
the are.9 of "recreational \I learning (Axfol~d, 1969). 
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Emphasis in adult learning is on the practical 
rather than on the academic -- that is, interest is in 
the applied aspect of learning rather than in the 
theoretical. Skills are emphasized more than knowledge 
or information for its own sake. Subject matter re1at-
ed to the perfot~mance of everyday tasks and current 
ob 1 i gat ions accounted for the 1 argest block of tota 1 
activities studied. It was significant that the voca-
tional and home and family life categories alone repre-
sented 47 percent of the subjects persons studied on 
thei r own and 44 percent of a 11 the forma 1 courses 
attended by adults ~,.~ x for d, 1 9 6 9) . 
Governments cons i der i ng opt ions ava i 1 ab 1 e · for 
imp r 0 vi n 9 the 1 i t era c y 1 eve 1 0 f the a d'u 1 t pop u 1 at ion 
have the a 1 ternat i ves of look i ng to ei ther the forma 1 
or non-formal education systems. Throughout the world, 
governments have almost invariably looked mainly to the 
non-formal system, namely adult education, to solve the 
problem of adult ·illiteracy, rather than to the formal 
system. In economic terms, non-formal education is 
invariably less expensive than formal education. 
However, there are also advantages in a social context 
for using the non-formal system for literacy work. 
Non-formal education meets people at their point of 
need within the community settings in which they live 
4 
and I/'Jork. Programmes to ¥improve 1 iteracy offered by 
the non-formal education system is therefore economi-
cally and socially preferr~d option. 
This provision of an educational ladder, or second 
opportunity, is of tremendous benefit to those who may 
not have full y pr'ofited from secondar"y educat ~ion, or 
who, following some years of absence from education or 
the workforce, wish to upgrade or re-enter the world of 
work. Such programme~ have been particularly appreci-
ated by mature women seeking to change their lifestyle. 
Hong Kong serves as a bridge between the develop-
ing and the industrialized world. She is concurrently 
a developing country and one of the foremost industri-
al, commercial and financial centers of the world. As 
a developing country she faces the problem presented by 
the very recent advent of free universal education and 
consequent lack of the rsquired professional and tech-
nical skills. 
Hong Kong is a highly urbanized and industrialized 
city with a population of 5.7 million people. Census 
s tat i s tic s 0 f 1 9 9 1 s h OIl'} e d t hat 3. 6 m i 1 '1 -i 0 n pe 0 p 1 e i n 
the work force had only high school education or less. 
Most of them were non-sk ill or semi -sk ill workers in 
business and ·industry. Their Jobs range from manual, 
para-technical~ clerical and junior secretarial in 
5 
factor i es and bus i ness corporat ions. Most of these 
workers did not recei ve forma 1 tra i n i ng nor did they 
possess basic skills (Census and Statistics Department 
Hong Kong, 1991) . Adult and continuing education 
becomes an important means of in-service training for 
them. 
Houle and Knowles (Houle, 1961; Knowles, 1979) 
introduced four models of agencies to discern the 
concept of Adult Education institutions. Type I Agen-
cies are established to serve the educational needs of 
adults . Adult Education here is a central function . 
Under th i s categor y, there are propr i etar y schoo 1 s , 
independent resident~al and non-residential centres, 
and adult centres. Type 11 Agencies are established to 
'. 
serve the educational needs of youth, assuming the 
added responsibility of at least partially serving the 
educational needs of adults. Adult education here is a 
secondary function. Included in this category are the 
public schools, junior colleges, colleges and universi-
ties. Type III Agencies are established to serve both 
educational and non-educational needs of the community. 
Adult education here is an allied function, employed to 
fulfill only some of the needs which agencies recognize 
as their responsibility. Included in this category 
are 1 i brar i es , museums, hea 1 th and we 1 fare agenc i es . 
Type IV Agencies are established to serve the special 
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interests ~f special groups. Adult education here has 
a subordinate function employed primari"ly to further 
the spec i a '1 interests of the agency i tse 1 f . ' I nc 1 uded 
in th i s categor y are bus i ness and i ndustr y, 1 about-
un i ons ~ governments, churches and vo'l untar y organ i za-
tions. 
In Hong Kong, there are four major categories of 
providing agency. First, there is the government, 
especially the Adult Education Section of Education 
Department but a 1 so other departments such as Labour 
and Health Departments. The second type is the statu-
tor y author i ties estab 1 i shed by 1 aw wi th reference to 
an educat -i ona 1 PUt-pose. This would -inc 'lude the two 
extramural studies departments of the Universities, the 
two Cont -i nu i ng Educat i on Centres of the Po 1 ytechn '; cs , 
Hong Kong Pro d u c t i v "it y C en t r~ e , etc. 
the profit-making private organizations providing 
ei ther"'" face-to-face tu it i on or other kinds of educa-
t'i ona 1 servi ces . The fourth category are those private 
non-profit making and voluntary organizations in which 
adult education is the main function or an implicit or 
an expressed function supporting social, economic, 
religious purpose. 
Adult Education Se,vice, unde, the management of 
Caritas Hong Kong - the Catho 1 i c We 1 fa,e Bureau, is 
the la,gest provide, of adult vocational programs. 
Unlike other voluntary agen~ies in Hong Kong which do 
not have their primary concern in vocational training 
fo, wo,king adults, Caritas Adult Education Se,vice has 
operated 26 adult education centres in different local-
ities to meet the educational needs of adults. 
Since its establishment in 1963, Caritas Adult 
Education Service has a steady g,owth of student body 
up to 100,000 in 1990. However, student enrollment is 
one thing, but attendance of student is anothe,. Being 
-' 
deeply committed to its mission of helping adults, 
Caritas Adult Education Se,vice is mo,e;conce,ned with 
the situation than othe, agencies to pursue their 
vocational advancement. 
Adult education in Hong Kong is a complex assort-
ment of providers; more than 150,000 students attend 
part-time courses ope,ated by the major provide,s such 
as the two universi-ties, the polytechnic, the Adult 
Education Department, the British Council, Caritas and 
the Baptist College. A substantial p,oportion of what 
was offered was vocationally oriented courses (Dalg-
lish" 1984). 
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The Hong Kong Polytechnic holds the view that, in 
a deve lop i ng commun i ty such as Hong Kong, where re"--
sources at~e 1 i mited, it is necessar y to concentrate "f ts 
efforts on vocationally-oriented programmes. Therefore 
the major-ity of programmes are Ihard-core l and designed 
to meet the vocational requirements of commerce, indus-
try and the public sector. In this way, cour-'ses are 
geared to manpower requirements, job opportunities and 
professional standards (Hong Kong Polytechnic, 1981). 
Hong Kong is dependent for all her needs on the 
outside world and in order to survive she has to main-
ta i n hel~ i nternat i ona -I trade. Newly developing coun-
tries like the Philippines and Korea are competing 
against Hong Kong over large areas of her manufacturing 
bus i ness because they have access to cheaper 1 abour . 
Th i s means that Hong Kong must move on if she is to 
continue to keep up with the expectations of her peo-
ple. It is therefore necessary that the education and 
training facilities respond immediately to the chang-
ing needs of industr'y and commerce. Pat-· t-,-time educa-
tion is able to operate much more flexibly than full-
time education. It is also economical 'ly viab-Ie, and 
can cater to the needs of large numbers of people. It 
is not t~ea 1 i st '; c to depend on the sehoo 1 system; hi 9h 
technology will not wait for these young people to grow 
up. The highly skilled people are needed now. 
9 
The awareness of the educational needs of the 
work i ng popu 1at i on of Hong Kong is present in some 
quarters .. The , existing system has to be enlarged and 
broadened. It needs to move away from the model of 
student demand and look at ways in which it can offer a 
service which will support the community through a 
per i od of dramat i c change. The expectations of the 
peop 1 e of Hong Kong are i ncreas i ng: they have worked 
hard and it wou 1 d be trag i cif our future were to 
suffer because of our inability to adjust to the chang-
i ng needs of our customers. Adu 1 t educat ion in Hong 
Kong therefore has a vi ta 1 ro 1 e to play in ensur i ng 
/' 
that hope of prosperity becomes a reality. 
There is no community college in Hong Kong and the 
'. 
two polytechnics only aim at providing credential 
programs of postsecondary level. Hence, vocational 
training for the non-ski 11 and semi-ski 11 workers are 
left unattended. 
This study intends to describe the factors affect-
ing the attendance rate of vocational courses in adult 
educat i on centres, and the pers i stence in educat i ona 1 
activities of these students .. 
1 0 
I~ 
Literature ,on educational resear'ch has shown that 
,,' 
motivation of adult learners is largely influenced by 
the psychological and social factors both of which 
compel or impede participation (Cross, 1981; Darkenwald 
& Valentine, 1985). In order to enhance participation, 
one must attempt to understand how these factors impact 
learners' decision to participate and formulate strate-
gies to increase motivation. 
The framework of analysis ,of the problem will be 
based on adu 1 t educat ion 1 i terature on par't i c i pat ion 
and educat i ona '1 psychology literature. Since the 
writer is attempting to investigate persistence in 
pal~t i c i pat ion behavi or through mot i vat ion theor i es of 
needs and drives, individual beliefs and attitude, 
psychology literature will be used. 
The research question proposed to be studied is as 
follows: 
What are the factors affecting the persistence in 
c " ass attendance among students of adu 1 t educat ion 
short coul~ses? 
It is the intention of this study to substantiate 
whether or not the adult learner's attendance rate is 
related to self-esteem, expectation, or classroom 
environment with teacher and with other students. 
c . .$.j . .9..o.j .. f .. tg .. ~ . .o. .. g .. § .Q .. f. Ih .. § . .$. .. t..~ .. g .. y'. 
Different researches show that people attend adult 
educat i on for different reasons and purposes. Some 
take courses for survi va 1 sake, wh i 1 e others a i m at 
self-fulfillment. As pointed out by Boshier (1973), 
the motivation for learning is a function of the inter-
action between internal psychological factors and 
-. 
external environmental variables. The present study 
attempts to exami ne how a number of i nterna 1 (e. g. , 
se 1 f-esteem, student expectat ion) and externa 1 (e. g . , 
classroom environment) factors are related to students' 
attendance in adult education courses. 
In Hong Kong, adult education has a low priority 
\, 
of importance in government educat i on po 1 icy. Rela-
tively little money is spent on the provision of 
courses for adult learners. With such a small share of 
the educat i on fund i ng, it is paramount that the money 
should be spent efficiently and effectively. Thus, the 
maintenance of students' interest and motivation in the 
courses they are taking is one of the key concern for 
course planners and organizers. The present research 
will provide background information as regards the 
important factors that are directly or indirectly 
related to students' high attendance rate. With better 
understanding of the motives and purposes of the adult 
1 2 
learners, educators are more well informed and will be 
able to tailor the courses according to students' 
needs. 
Reta -j n i ng adu "1 ts -j n educat i ona 1 programs is a 
major cha-l1enge for adult educators. The t-esu -Its of 
the present study attempts to shed light on this issue~ 
and are va 1 uab 1 e to adu 1 t educators in Hong Kong as 
well as in other countries. 
Caritas is a well established voluntary agency in 
providing various soci·al and educational services. In 
the area of adult education, it is considered a pioneer 
and the major non-profit making institution which 
provi des a v,}i de range of different 1 anguage ~ commer--
cial, vocational, art and cultural courses. As a large 
portion of the subjects wi 11 come from Caritas, the 
present study wi 1 "'\ also help this institution in its 
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,,' 
This chapte, fi,st reviews the concept of adult 
Then it looks at factors motivation for lea,ning. 
affecting participation Lastly, the factors of reten-
tion for~ adult learne,s wi 11 be exami ned . Based on 
this 1 iterature, a conception for the p,esent study 
will be p,esented. 
A . Ih .. ~ .. 9.cj .. § .. ?. Q.f. .~J..9. .. t . .i .. Y .. 9 .. t.j . .9.n. .F...9..C. .A .. 9.Q..J. .  t . .L.:: .. ~ .. 9. .. r...Dj.n .. g. 
Adu -1 ts ale not on 1 y vo 1 unteers in the 1 ea,n i ng 
p,ocess, but the subjects 
1 a r 9 e , v 0 -, u n ta, i 1 y c h 0 s en. 
they -1 ea,n a,e, by and 
This freedom of choice in 
,egard to what is learned is a characte,istic of adult 
educat i on that sets it apa,t from the educat i on of 
child,en and young people. There al~e, in fact no 
limits to the curriculum of adult education. In the 
ear 'ly 1960s, Houle (1961) fo,mulated a topology that 
i dent -j fi ed three 11 types 11 of adu 1 t 1 earne, . 
The fi,st type in his study, goal-o,iented learn-
eiS, used lea,ning to gain specific obJectives~ such as 
1 ea,n i ng to speak before I an aud i ence, 1 ea,n i ng to dea 1 
14 
ness practices, and similar concrete ob,ject-ives. For 
the goal oriented, said Houle, learning was a series of 
episodes, each ,beginning ',/\Iith the identification of a 
need or an interest. Such 1 earners did not restr i ct 
the-ir learning act-ivities to anyone inst 'itution or 
method but select whatever method would best achieve 
thei r purpose taking a course, ,joining a group, 
reading a book~ taking a trip. The second type, activ-
-ity--oriented learners, par"ticipated primarily for the 
sake of the act i vi ty i tse 1 f rathel~ than to deve lop a 
skill or learn subject rnattet-. They might take a 
course or join a group to escape loneliness or boredom 
or an unhappy home or ,job situation, to find a husband 
or a wi fe, to amass cl~ed i ts or degrees t Ol~ to upho 1 d 
family tradition. Most of the activity-oriented learn-
ers in Houle's sample said that they did almost no 
reading. Houle suggested, however, that if the sample 
had been 1 arger, it mi ght have i nc 1 uded act i vi ty-or i-
ented people who used reading for purposes other than 
to 1 earn the content. The third type identified by 
Hou 1 e cons i sted of those who were 1 earn i ng or i ented ; 
that is, those who pursued learning for its own sake. 
They seemed to possess a fundamental desire to know and 
to grow through 1 earn i ng, and thei r act i vi ties were 
continuums and lifelong. Most were avid readers; they 
joined , groups, and even chose Jobs, for the learning 
1 5 
potential offered; they watched serious programs on 
te 1 evi s i on and made extens i ve background preparat ions 
when trave1ing in order to appreciate what they saw. 
Cognitive theories assumed that motivation was a 
function of the interaction between internal psycho10g-
ica1 factors and external environment variables. More 
spec i fi ca 11 y, mot i vat i ona 1 behavi our in 1 earn i ng was 
determined by the individual's perception and interpre-
tat i on of envi ronment factors. Different mot i vati on 
models would be examined to provide an understanding of 
motivation behaviour. 
Atkinson and Feather (1966) provided a theory of 
/ / 
achievement motivation which pointed out the importance 
of expectancy in determining people's motivation. 
'" 
It 
was further shown that one I s expectancy was not on 1 y 
affected by the ongoing feedback in the current situa-
tion but also by one's past experience. For examp le, 
an i nd i vi dua 1 who percei ves his/her effort frequent ly 
results in success has higher self-esteem than one who 
experiences frequent failures (Howard, 1989). 
The work of Kjell Rubenson (1977), was a modifica-
tion and application of earlier work by Vroom (1964), 
in which Vroom attempted to explain the motivation and 
incentives of people for work. The expectancy-valance 
1 6 
'i--
mode 1 started Ir-ri th psycho log i ca 1 theor i es of mot i va--
tion. The 11 expectancy 11 part of Rubenson IS formu 1 a 
consisted of two components: the expectation of one I s 
chance of success in the act i vi ty and the perce i ved 
pos it i ve consequence (or va lue) of bei ng successfu 1 . 
These two components were mu 1 tip 1 i cat i ve. If either 
assumed ~ value of zero, the resultant force was zero, 
and there was no motivation to participate. The othet-
part of the formula, valence, was concerned with affect 
and could be positive, indifferent, or negat'ive. Its 
strength depended on the anticipated consequences of 
participation. The va 1 ence was the algebra i c sum of 
the va 1 ues that the -j nd i vi dua 1 put on the different 
consequences of participation. The major attention was 
given to how an individual learner perceived his envi-
ronment and what he expected to gain from participation 
in adult education. 
Another theory of motivation was based on antici-
pated benefits such as pleasure, self-esteem and reac-
tion from other's (Tough, 1979). Allen Tough, a 
-1 ead i ng proponent of research on se'l f-d i rected 1 earn--
i ng , did not have a we ll-deve 1 oped theory about why 
people undertake self-directed learning but his paper 
(1979) was clearly moving towards explanation and 
toward the conceptual organization of data. In an 
interesting experiment, Tough and his colleagues 
17 
(Tough, Abbey, and Orton, 1979) asked learners to 
assign weights to their reasons for learning, observing 
that this was a task and people could do fairly easily. 
Their assignment of the task and people's acceptance of 
it made a basic assumption about learners that was not 
made by a 11 psycho log i sts, name 1 y, that behavi our was 
understood and could be articulated by the subjects of 
the research. Th i s assumpt ion, of course, under 1 i ned 
most of Tough's research on self-directed learning, 
showing a faith in adults not only to direct their own 
learning but also to understand why they wished to do 
so. Tough and his colleagues made no claim that the 
total picture of learning motivation could be explained 
/ 
by the participants, but they built their model on the 
belief that the anticipated benefits to ~e derived from 
1 earning were "present in the person I s conscious mind 11 
and constituted a "significant portion of the personls 
total motivation for learning. 11 Indeed, they claimed 
that the learner's conscious anticipation of reward was 
more important than subconscious forces or environmen-
ta 1 forces. Their initial data suggested that their 
direct approach to constructing a theory of motivation 
b a sed on ant i c i pat e d ben e fit s wa s f e as i b 1 e and m i g h t 
provide one piece of the puzzle of a theory of partici-
pation in learning activities. 
1 8 
Th i s mode 1 cons i sted of fi ve stages at wh i ch 
benefits might be anticipated, moving generally through 
(1) engaging in a learnin~J activity,. to (2) retaining 
the knowl edge or- sk ill, to (3) app 1 yi ng the knowl edge, 
to (4) gaining a material reward,. as in promotion, and 
(5) gaining a symbo ~lic r'egard, as in cr'edits and de-
At each stage, ant i c i pated benefi ts mi ght be 
c -I ass i fi ed -j nto three c 1 ust~?rs of persona 1 fee 1 i ngs : 
pleasure (happ i ness, 'sat -j sfact ion, enj oyment, fee 1 i ng 
good), self-esteem (regarding self more highly, feeling 
more confident, maintaining self-images), and a catego-
ry labeled others" (others regard individual more 
highly, pr'aise him, like him, feel gr·ateful). Adult 
educators had long observed that adults were more 
motivated to learn when involved in setting their own 
learning goals, when given opportunities for relevant 
pract ice, Il'Jhen the 11 payoff 11 of 1 earn i ng was i mm~?d i ate. 
Force-field analysis incorporated basic sociologi-
cal research in identifying positive and negative 
forces in the environment (Miller, 1967). In any study 
there were positive forces and negative forces. lrJh en 
positive forces overcame the negative forces, then one 
would have the drive to learn. 
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Harry MilYler's (1967) social class theory was 
built on the needs hierar~chy of Maslow (1954) and the 
force-field analysis of Lewin (1947). This theory ex-
,," 
plained not only why people participated but also why 
there were large differences between social classes in 
what they hoped to attain from participation. fvlas low 
ma i nta i ned that peop 1 e cou 1 d not be concerned about 
higher human needs for recognition (status) , 
ach i evement, and se 1 f-rea 1 Yl zat ion until the lower 
fundamental needs for survival, safety, and belong-
ing -- had been met. App 1 i ed to adu'l t educat ion, the 
needs hi erar-chy wou 1 d predict that members of the 
lower soc i a 1 classes It-,IOU 1 d be interested pr i mar i 1 y in 
education that met survival needs, mostly job training 
and adult basic education, while the upper social 
classes would have fulfilled those needs and would see 
education as leading to achievement and self-realiza-
tion. Clear 1 y, data showi ng who wanted what in adu 1 t 
education support Miller's use of Maslow's needs 
hierarchy. That is, those with a high school education 
or less were interested primarily in job-related educa-
tion, while education aimed towards self-understanding, 
recreation, personal development, and the like, ap-
pealed primarily to well-educated people and to others 
not concerned about survival in the labour market 
(Carp, Petet-son, & Roe 1 fs , -1974; Cross, 197 9a ; John--
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stone & Rivera, 1965). Mi 11 er poi nted out that the 
needs hierarchy was a 1 so usefu 1 in accommodat i ng re-
search showing a relationship between educational inter 
ests and age and pos i t ion in the 1 i fe cyc 1 e. Early 
stages of adulthood were concerned with satisfaction of 
needs low in the hierarchy -- getting established in a 
job and beginning a family. Older people, having 
satisfied those needs, were free to devote energy to 
achieving status, to enhancing achievement, and to 
working towards self-realization. 
Millerls basic strategy was to use Lewinls concept 
of positive and negative forces, which, when combined, 
formed a resultant motivational force. Figure 1 illus-
-'/ 
trated Millerls analysis of the forces presented in the 
motivation of the lower section of the\ lower social 
class (abbreviated as lower-lower class hereafter) for 
education for vocational competence. The width of the 
arrow symbo 1 i zed the strength of the force, wh i 1 e the 
position of the horizontal one indicated the resultant 
force -- quite low in this example, indicating little 
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Positive Forces 
Figure 'I. Educat i on for Vocat i ona 1 Competence ~ 
Lower~-Lower -C 1 ass Level ((vIi 11 er, 1 967) 
N.9..t .. ~ .. The various pos vitive and negative forces are 
defined as: 
Positive Forces 
1. Survival needs 
2. Changing technology 
3. Safety needs of female culture 




5. Action-excitement orientation of male culture 
6. Hostility to education and to middle-class object 
orientation 
7. Relative absence of specific~ immediate job opportu-
nities at end of training 
8. Limited access through organizational ties 
9. Weak _.fami 1 y structure 
The social environment theory, derived from early 
work by Lewin (1936) on field theory and Murray (1938) 
on needs-press, was that behaviour was a joint product 
of individuals and their environment (Darkenwald & 
Gavin, 1987). I n other words, i nd i vi duaJ sand soc i a 1 
envi ronments rec i proca 11 y i nfl uenced each other. The 
soc i a 1 envi ronment of a classroom determi ned in 1 arge 
part the attitudes and behaviour of individual students 
in learning. 
Adults with higher self-esteem, positive valence 
and positive force in the environment were more moti-
vated to learn. 
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Because of the voluntary nature' of adult educa-
t ion, po 1 i cymakers concel~ned wi th enhanc i ng access to 
lifelohg learning must first give careful attention to 
current patterns of participation. 
Since the early research on adult learning, dif -
ferent approaches had been used to study participation. 
Situational, soc 'ial and psychological antecedents of 
p a I~ tic "i pat ion i n ad u 1 t e d u c a -t ion we rea t t rib uta b 1 e to 
Knox and Videbeck (1963). They viewed the educational 
activity of adults as one of many closely related 
"participatory domains" characterizing the general 
phenomenon of soe i a 1 part i c i pat ion. A "participatory 
doma in" !,AJas defi ned as a cl uster of par't i c i pator y acts 
and social relationships related to a single life only. 
Such acts were cons i dered patterned if they grouped 
together to form a meaningful whole and were systemati-
ca 11 y recurrent. Accor"' d -ing to their theory of pat--
terned participation, variations in participation could 
be attributed to the interaction between onels subjec-
tive orientation toward participation and the objective 
organization of one's lifespace. The objective organi-
zat i on of an i nd i vi dua 1 IS 1 i fespace was conceptua 11 y 
defined to include the following components: onels role 
and status corifiguration, the availability of partici-
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pator y opportun it i es, and the persona 1 structures and 
environmental restraints influencing one's participato-
ry alternatives~ Also, the more positive one's attitude 
toward participation and the greater the perceived 
support of social and personal norms, the stronger 
one's inclination to participate. (Groteluescher and 
Caulley, 1977). In concert with this framework, Gro-
telueschen and Caulley employed an expectancy-value 
funct i on to quant i fy the different i a 1 contr i but i on of 
dispositions toward participation in continuing educa-
tion. They identified three key constructs as anteced-
ents to participation: (1) an individual's attitude 
./ 
towards participation, (2) an individual ' s perception 
of the expectations of others towards < his behaviour 
(the subjective social norm), and (3) the expectations 
an individual imposed upon himself (the subjective 
personal norm). Following the quantification approach 
employed by Fishbein, the authors generated the follow-
ing multivariate equation as a basis for predicting 
both intention to participate and actual participatory 
behaviour: 
Br-I = w, CA) + w2.CSSN) + w~ (SPN) 
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B,,-l ::::: the i nd i vi dua"1 's engagement in ,ecu"ent 
lea,ning (B) as a function of his/he, intention to 
pa,ticipate (1), 
Itv" wz" w:$ ::::: the diffe,ent weights assigned to the 
th,ee diffe,ent facto,s ,espectively, 
A ::::: one's attitude towa,ds pa,ticipation, 
SSN ::::: perceived social no,ms, and 
SPN - perceived personal no,ms. 
Acco,ding to the formula, an individual's engage-
ment in recu,rent learning CB) was dete,mined by 
his/he, intention to pa,ticipate (1). Behavi ou,a"1 
intent ions, in tu,n ~ we,e a funct i on of the wei ghted 
sum of one's attitude towa,ds pa,ticipation CA) and the 
pe,cei ved soc i Cl 1 no,ms (S SN) and pe,sona 1 no,ms (SPN) 
gove,ning such behaviour. Functional-Iy, the mOle 
positive one's attitude towa,ds pa,ticipationand the 
g,eater the pe,ceived suppo,t of socia "1 and pe,sona-l 
no,ms, the st,onge, one's i nc 1 i nat i on to pal~t -j c i pate. 
o i sc,epanc i es between an i nd i vi dua '1 's measu,ed i nten-
t i on to pa,t i c i pate and his 0, her actua 1 behavi ou, , 
acco,ding to the model's advocates, would be attributa-
ble to the p,esence of mitigating facto,s or obstacles. 
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The "expectancy-value" paradigm of participation 
in adu 1 t educat i on was deve loped by Rubenson (1977). 
It determined both the perceived value of an education-
al activity (valence) and the probability of being able 
to participate in and/or benefit from a given learning 
episode (expectancy). Perceived value of adult educa-
t i on and read i ness to part i c i pate were the important 
var i ab 1 es of Psychosoc i a 1 Interact i on Mode 1 (Darkenwa 1 d 
& M er r i a m, 1 9 8 2) . To the extent, therefore, that onels 
total current environment required or encouraged fur-
ther 1 earn i ng, one wou 1 d percei ve adu 1 t educat i on as 
havi ng, at 1 east potent i a 11 y, high persona 1 va 1 ue or 
utility. When 1 earn i ng press was 1 ess pronounced, as 
.--
it genera 11 y was for persons toward the lower end of 
the soc i a 1 economi cs status (SES) con'tinuum, adul t 
education was less likely to be perceived as potential-
ly useful or valuable. An individual IS perception of 
the value of adult education quite obviously would 
affect that individual IS disposition or readiness to 
participate. 
The importance of goal congruence was also sup-
ported by Anderson and Darkenwa 1 d (1 979) when they 
stated that the Ilmost powerful predictor of persistence 
in adu 1 t educat i on was sat i sfact ion wi th the 1 earn i ng 
activity in terms of its Ihe1pfulness ' in meeting onels 
obj ect i ves 11 (pp. 4-5). Some students might have un-
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realistic expectations and set unrealistic goals. This 
bei ng cons i stent ' wi th . a f~ 1 se sense of se 1 f confi dence 
wi th respect to academi c expectat ions. Th i s was sup-
por,·ted by f';ndings in a previous study Il'Jhere yit was 
concluded that such incongruities between expectations 
and the reality of adult learning show promise in 
explaining dropout behavior (Garrison~ 1985). 
Social environme~t theory was employed to deter-
rni ne the re 1 at i on of dt-opout behavi or to the soc i a 1 
ecology of the classroom. Research in school settings 
i nd i cated d i screpanc i es between students' . expectat ions 
of asp e c i.f i c c Yl ass r 00 men vir 0 n men tan d the i ,~ act u a Yl 
experiences in that environment promote dissatisfaction 
( 0 ark e nw a 1 d & G a v in, 1 9 8 7) . The social environment of 
a classroom determined in large part the attitudes and 
behavior of individual students. Degree of congruence 
between students' expectations and a specific classr-oom 
environment were to some extent inevitable. Such 
congruence would result in some degree of satisfaction. 
The gl~eatel~ the degree of congr"uence 1 and thus sat i s-
faction, the greater the probability that students 
II'J0uld persist. 
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In a learning activity, literature on educational 
research showed that participation was a complex phe-
nomenon (McClosky, 1968). It was not a single act but 
the result of a chain of responses each of which is 
based on an evaluation of the position of the individu-
al in his environment (Cross, 1981). Th i s concept ion 
of behavior as a constantly flowing stream rather than 
a series of discrete events was consistent with the 
"radical theoretical revision" now taking place in the 
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Figure 2. Chain-of-Response (COR) Model for Under-
standing Participation in Adult Learning Activities 
(C I~ os s, 1 981 ) 
30 
\ 
Regarding point A, self-evaluation, the stable 
personality characteristics played an important role in 
the motivation for achievement. 
Attitudes toward education (8) arose directly from 
the learner I own past experience and indirectly from 
the attitudes and experiences of friends and "signifi-
cant others." 
Point C, the importance of goals and the expecta-
tion that goals would be met, . would be recognized as 
the familiar expectancy-valence theory of motivation 
arising out of the work of Lewin (1938), Atkinson 
( 1 9 6 6), V r 00 m (1 9 64) {' and Rub ens 0 n (1 9 7 7) . I t had two 
components: "va 1 ence", the . importance of the goa 1 to 
\ 
the individual and "expectancy", the individua1's 
subjective judgment that pursuit of the goal would be 
successful and would lead to the desired reward. 
Expectancy was re 1 ated to se 1 f-esteem (i nd i cated by 
reverse arrow), in that individual s with high sel f-
esteem "expect" to be successful, whereas those with 
less self-confidence entertained doubts about their 
probable success. 
Life transitions (D) as periods of change calling 
for adjustment to new phases of the life cycle were 
important. Related to the gradual transitions of life 
were sudden dramatic changes, such as divorce or loss 
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of a job, which might "trigger ll a latent desire for 
education into action. 
Once the i nd i vi dua 1 was mot i vated to part i c i pate 
in some form of learning activity, barriers and special 
opportun it i es for adu 1 t 1 earn i ng (E) were thought to 
play an important role. If adults got to this point in 
the COR mode 1 wi th · a strong des i re to part i c i pate, it 
was likely that the force of their motivation would 
encourage them to seek out special opportunities and to 
overcome modest barriers. 
Poi nt Fin the COR mode 1, accurate informat ion, 
. 
was receiving considerable attention now in the crea-
tion of education information centers and educational 
brokering agencies. Its role in the modal was critical 
\. 
in that it provided the information that linked moti-
vated learners to appropriate opportunities. 
The arrow from G to AB accommodated the well-known 
research fi nd i ng that peop 1 e who had part i c i pa ted in 
adult education were more likely to do in the future -
presumab 1 y because such part i c i pat i on enhanced se 1 f-
esteem, created pos i t i ve att i tudes toward educat ion, 
led to increased expectation of success, overcame the 
barriers and obtained the opportunities in participa-
tion. 
32 
c . I..h .. @ ..9..c5 .. @ ..?. P.f. .A .. q .. ~..J. .. t. .$. . .t..~ .  q .. @.n .. t ... : .... ?. 8 .. @ ..J;..§JJ..t5 . .9..Q. 
In the following section, the principal theoreti-
cal perspectives were reviewed and critiqued. 
Roger Boshier (1973) believed that motivation for 
learning was a function of the interaction between 
internal psychological factors and external environmen-
tal variables, or at least the participant's perception 
and interpretation of environmental factors. -His 
theoret i ca 1 conc 1 us i on was that 11 both adu 1 t educat ion 
participation and dropout could be understood to occur 
as a function of the magnitude of the discrepancy 
between the participqnt' s sel f-esteem and key aspects 
/" 
(largely people) of the educational environment. 
Nonpart i c i pants man i fest se 1 f /i nst i tut i oh incongruence 
and do not enroll" (1973, P.260). Boshier seemed to 
suggest that a number of incongruencies (between self 
and ideal self, self and other students, self and 
teacher, self and institutional environment) were 
additive; the greater the sum, the greater the likeli-
hood of nonparticipation or dropout. 
Boshier's theory suggested that the proper match-
i ng of adu 1 ts to educat i ona 1 envi ronments was i mpor-
tanto But he also suggested that certain people, 
especially those who showed a high degree of dissatis-
faction with themselves (through high discrepancy 
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scores between self and ideal self), were likely to 
project their own dissatisfaction onto the external 
environment and to dropout - of almost any kind of envi-
ronment. Self-esteem of the individual was one of the 
very important factors in educational participation. 
Using reinforcement theory, Ir-ish (1978), speci--
fied three anticipated reinfor-cers: goals, expectations 
and benefits for- reinforcing the attendance. 
The expectancy-v~lence theor-y (Rubenson and Hogh-
ielm t 1978) explained the learner's goal and expecta-
tion. The theory assumed that a person's choice of 
activ-ities results from both the "value he attaches to 
the result of his actions and of his expectations of 
bei ng ab -I e to cal'"'r y out the act ion inquest ion" (80rg-
strom, 1980). 
Figure 3. 
The basic model could be depicted in 
34 
Valence: extent to which 
individual regards a course 
as a fruitful means of 
satisfying perceived needs 
Exp~ctancy: extent to which 
individual believes self 
capable of completing or 
coping with course 
/ 
Force 
(the strength of 
this force deter-





Figure 3 Expectancy-valence Model (Rubenson & 
Hoghielm, 1978) 
Put si mp 1 y, expectancy-va 1 ence theor y asserted 
that learners will persist if they perceived a specific 
course or learning activity as satisfying an important 
need (positive valence) and if they expected to be able 
to complete or cope with the course or learning activi-
ty inquest ion (pos i t i ve expectancy). If expectancy 
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and valence were both highly pos¥itive, one would pre-
dict persistence. If both were low, or one had a value 
of zero, then dropout V-Joul 'd be predicted. 
Irish (1978) employed reinforcement theory and the 
functional analysis of behavior to deve "lop an instru-
ment for predicting dropout from classes in education. 
Three sets of rei nforcers IAlere i dent i fi ed: those that 
might take place in the classroom; those that mi ght 
take place outside th~ classroom; and those that might 
take place on the Job as the result of skills acquired 
in the c "lass. Her findings indicated that in-class 
(i.e., classroom social environment) negative reinforc-
ers were the most potent predictors of dropout. 
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The present study takes ¥j n account the 
contextual variables such as situational conditions 
arising from one's situation in life at a given time, 
that is, the r'ealities of one's socia 'l and physica"l 
envi ronment. Ti me, ch i 1 d care and tl~ansportat ion wer'e 
the problems for geographically isolated and physically 
handicapped learners. Lack of time, unavailability of 
child care service (thus, no one to take care of one's 
ch i 1 d r en), t r a ns p or tat i on was a m 0 n g the 0 b s t a c 1 e s to 
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education. These problems were mentioned more often by 
people who were in their thirties or forties (vs. 
younger or older ones), with higher education (vs. 
lower educat i on group), and wi th hi gh-i ncome occupa-
tions (vs. people with low pay jobs) (Cross, 1981). 
Ch i 1 d care presented a sign i fi cant prob 1 em to women 
between the ages of 18 and 39 (and to few other popula-
t i on subgroups), and transportat i on was -a - sign i fi cant 
problem to the elderly and the poor but rarely to the 
middle class or middle aged. Institutional conditions 
cons i sted of a 11 those pract ices and procedures that 
excluded or discouraged working adults from participat-
ing in educational activities - inconvenient schedules 
or d u rat ion ( C r 0 SS, 1 9 8 1; 0 ark en wa 1 d & 'M err i a m , 1 9 8 2 ; 
Darkenwald & Valentine, 1985). In the following 
ana lyses, age, sex, mar i ta 1 status, educat i ona 1 1 eve 1 
and nature of work were treated as the personal fac-
tors. In a hierarchical regression analysis, these 
factors were controlled to examine the effects of 
contextual variables on student's attendance rate. 
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From the revi elt.Jed 1 i terature, the concept i on of 
this proposed study can be illustrated as shown in 
Figure 4. 
1. Self-esteem 
2. Student Expectation 
3. Classroom environment 
(teacher, fellow student) 
Rate of attendance 
(in percentage) 
Measured by questionnaire 
adapted from scales developed 
by Rosenberg (1979), Boshier 
(1973), and Lam & Wong (1974). 
measured by each 
class register 
as control variables 














-nature of work 
Carp, Peterson & Roelfs (1974), Cross (1981) 
Figure 4 Conception of the study 
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As Boshier (1973) suggested that the adult learn-
er's two primary concerns were "maintaining inner 
harmony with himself and with the environment " 
(p.259). If incongruities developed resulting in 
anxi ety, then dropout was 1 i kel y to occur. Boshier 
talked about environmental variables from a broad 
perspective initially and then suggested students' 
participation was dependent on their discrepancy in 
- -
self concept and other important contextual variables. 
In other words, he operationalized interactions between 
the learner and the environment as self/other incongru-
ities .a psychological variable. He then further 
reduced the mode 1 by /stat i ng that 11 since se 1 f-rej ect ion 
is pervasive (and self/ideal were commonly regarded as 
measures of global self-esteem) it was suggested that 
self/other incongruence as arise from self/ideal incon-
" gruence. 
Some students might have unrealistic expectation 
and be setting unrealistic goals of the program result-
ing in an incongruence leading to dropout (Garrison, 
1985, 1987). An important motivational concern would 
seem to be that adult learners perceived the external 
environment to be relevant to their goals if they were 
to persist (Garrison, 1985). The importance of goal 
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congruence was a 1 so supported by Anderson and Darken-
wald (1979). They believed that the satisfaction with 
and the perceived usefulness of the courses were para-
mount in determining one's persistence in attendance. 
The more anticipated benefits could achieve, the great-
er the pl~obability that students would retain (Tough, 
1919) . 
Adu 1 ts were vo 1 untar y 1 earners, · they were se 1 f-
directing (Tough, 1979). They were responsib ·le for 
the i row n 1 ear n i n g, "oa n d had a c qui red are se r v 0 i r 0 f 
experience. Furthermore, learners should have a major 
role in deciding what would be learned and how it would 
be learned, and learning should focus on learner's 
needs rather than on those of others. 
Beder and Darkenwa 1 d (1982) found that the study 
population perceived adults to be more -intellectually 
cur i ous , more concerned wi th pract i ca 1 app 1 i cat ions, 
more motivated to learn, more willing to take responsi-
bility for learning, clearer about what they wanted to 
learn, and more willing to work hard at learning. 
Adults were less emotionally dependent on the teacher. 
They wou 1 d pers i st if the d i screpanc i es between thei r 
own expectat ions and the actua 1 teach i ng methods was 
low. 
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Persistence in learning and higher attendance rate 
required congruencies between self/ideal and self/other 
(Boshier, 1973). In regard to enhance participation in 
learning, reinforced learner1s self-confidence or self-
esteem, perceived relevance of adult education and 
enhanced the 1 eal~n i ng envi ronment 1 such as trust i n9 , 
collaboration, assurance of ample time to master knowl-
edge and skills, creation of positive learning experi-
ences, and provision of non-threatening and useful 
feedback regard i ng performance (Scan 1 an ~ 1 986) . The 
effect of the above variables reflected in the percent-
age of attendance rate. The present study seemed to 
extend Boshier1s congruence model by examining the 
patterns of attendance within the framework which he 
established. 
From the conception of the study, the fol "lowing 
research question 
is proposed: 
What are the factors affecting the persistence in 
c "I ass attendance among students of adu 1 t educat'i on 
shor-,t courses, whethet- these are individual adul t I S 
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This chapter deals with definitions, hypotheses, 
i nstrumentat ion , r~esu '1 ts ' from the pi lot study, sarn--
pling, and analysis design. 
A . P ..E.? .. fJ .. .Q..J ... t...i. .. 9 .. D .. ?., 
Key concepts and var i ab 1 es used in the present 
study were defined as follows: 
1 . Adult education: Adult education referred to the 
organ i zed 1 earn i ng i nvo 1 vi ng a student teacher' re 1 a v --
tionship. In the activity, the learner was supervised 
or directed in learning experiences over a specific 
period of time for a recognized purpose (National 
Center of Education Studies, 1980). 
2 . Adu'l t 1 earner: Adu 1 t 1 earner referred to an 
i nd i vi dua 1 between the age of 16-65 who was at that 
t'ime not enro 'lled ful -1 time in a schoo 'l, co 'llege or 
other educat ion i nst i tut ion, and was not a cand i date 
for a diploma or degree. 
3. Short course: Short course It'Jas defined as those 
with duration between 3 to 6 months. 
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4. Attendance rate: Attendance rate referred to the 
percentage of actual attendance in terms of numbers of 
sessions. It was calculated by the formula: 
number of sessions attended by the adult learner 
------------------------------------------------------ x 100% 
total number of sessions for the course 
5. Dropout: Dropout referred to a student who attended 
the first class session, but failed to turn up in four 
subsequent class sessions. I n other words, when an 
adult learner did not attend classes for four consecu-
tive sessions folloWing the first session, he would be 
considered a drop Dropouts were identified 
through the inspection of the school attendance re-
cords. " 
6 • Self-esteem: Se 1 f-esteem referred to a g 1 oba 1 
entity on how people felt about themselves in general. 
In th i s study, th i s was measured by Rosenberg IS sca 1 e 
(1 979) and was used as an indicator of I • one s 1 mpres-
sion or opinion of oneself (Rice, 1990). 
7 . Expectation: Expectation referred to the individu-
al's aims or objectives in learning. In the present 
study, th i s was measured by Bosh i er I s part i c i pat ion 
scale (1973). 
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8 . Cl assr'oom Soc i a 1 Envi ronment: Classr'oom social 
envi I-onment was cons i dered as the " persona 1 i ty" of the 
environment, as opposed to its physical and human 
characteristics. It was measured by a scale developed 
by Lam and Wong (1974), which measured the classroom 
env'ironment as constructed by the teacher, students, 
and their interaction. 
9. Persistence: In the study, persistence was defined 
as the student's continuous attendance in the course. 
r n th i s study, it referred to students' attendance in 
the first eight sessions in the course. 
10. Situational barriel~s: Si tuat i ona 1 bar, i ers were 
defined as the barriers arising from one's situation in 
life at 'B given time. 
11. Institutional barriers: These barriers referred to 
practices and procedures that excluded or d ';scouraged 
working adults from participating in educational activ-
ities. 
12. Schedule: Schedule referred to the course length, 
frequency of course .sessions and duration of each 
session. 
'13. Distance duration: T h -j s re f err e d tot het i me 
taken by a student to travel to school. 
Age: Age was categorized into five groups, name-14. 




1 5 . Educat i ona 1 1 eve 1 : This was defined in fOUr 
categories, namel y, 
ary, and university. 
16. NatUre of work: 
primary, secondary, post-second-
Nature of work referred to three 
types of work, namely, full-time, part-time, and others 
(including retired, students, housewives and unem-
ployed.) 
17. Vocat i ona 1 courses: Th i s referred to courses in 
Shorthand, Typewr i t i ng, Bookkeep i ng, I mport and Export 
Prac t _i ce . 
B . . tLy'.p'.g .. t..h .. §??. .. ~ .. ?.. 
/ 
The hypotheses are fOrmulated in the null fOrm. 
They are: 
1 : There is no significant relationship between the 
individual's self-esteem, expectation, classroom envi-
ronment and rate of attendance. 
2: There is no significant relationship between the 
individual's self-esteem, expectation, classroom envi-
ronment and rate of attendance after controll ing fOr 
the effects of contextual variables. 
Actually, it is expected that positive self-
esteem, high expectation, and better classroom environ-
ment would correlate with higher attendance rate. 
Furthermore, it is speculated that the above relations 
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still hold after controlling for effects due to contex-
tual variables. 
C . J .. C! .. ?.t.r .. qm .. ~ .. n.t .. g .. t..i .. .9. .. n 
Self-esteem 
Self-esteem was measured by a standardized instru-
ment deve loped by Rosenberg (1 979) (Append i x A). A 11 
the items were in 5-point scales ranging from strongly 
agree to strong 1 y dis'agree. The responses fr~om the 
items were aggregated to give a total score. 
Student expectation 
Student expectation was measured by an instrument 
adapted from Boshier's participation scale (1973). The 
yj tem~:: and response a 1 ternat i ves had been mod i fi ed and 
then translated into Chinese to suit the present study 
(Append i x A). 1\ 11 the items were in 5-'- poi nt sca 1 es 
r~esponses from the items v-Jere aggr-"'egated to g i VG a 
total score. 
External environment 
The self-other (teacher & fellow students) rela-
tionship '!Vas measut-ed by the instrument adapted from 
Lam and ~~ong (1974). The items and responsealterna-
tives had been modified and then translated into Ch-i-
nese to suit the present study (Appendix A). All the 
items were in 5-point scales ranging from strongly 
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agree to strongly disagree. The responses from the 
items were aggregated to give a total score. 
The internal consistency reliability coefficients, 
the Cronbach1s Alpha,forself-esteem, student expecta-
tion and classroom environment 
found to be sat i sfactor y. In 
of the pilot study was 
the first pilot study, 
the reliabilities of the student expectation and class-
room environment scales Were high whereas that for 
self-esteem wasr~latively low (see Table 1). In view -
of the low reliability of the self-esteem scale, these 
items were revi sed and more items were i ne 1 uded . A 
second pilot study showed that the revised self-esteem 
sea 1 e was s i g n ; fie ant, 1 y imp r 0 v e d and i t was ado pt e din 
the final study (see Table 1). The reliabilities of 
the instruments was tested aga i n in the ma i n study. 
The results are shown in Table 2. 
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TABLE 1 
.8. .. ~ . .J..5..g .. 9. .. j ... J. . .i. .. t...Y. .9. .. f. .t . .h .. ~. . .$. .. ~ . .J ... f .. = .. ~.. ? .. t .. ~ .. ~.m ... '-.. .? .. t~ .. q .. § .. Q .. t.. .~ .. 0.P .. f? .. 9. .. t .. 9. .. :t .. j .. .9. . .o ... :I .. 
. 9. .. n .. 9.. .9. .. J...~ .. ?' .. ?' .. [ .. 9. .. 9..m. .~n .. y'j.r~ .. 9. .. o.m .. ~.n.t. .? .. 9. .. ~ .. J...~ .. ?.. .1...0. .t .. h .. ~. P..i,J ... 9. .. t. .? .. t .. ~ .. 9. .. :L~ .. ?..· 
---_._---------_. 
Var-iables Number- of items Cr-onbach's Alpha 
Se 'l f-esteem 
Student expectation 
Classroom envir-onment 
Se 1 f'-esteem 
Student expectation 
Classr-oom envir-onment 
















.R .. ~ .. J ... j ... g .. 9. .. j .. J ... j ... t .. y. .9. .. f. .t . .h..~. j .. Q .. ?.t.r: .. ~!.m .. ~ . .o .. t .. ?.. .9. .. f. .? .. ~ . .J...f..= .. ~ .. ?. .. t.. .~ .. ~.m ... ~.. .? .. t.q .. q .. ~.n .. t. 
.~ .. X.P .. ~ .. q .. t..9 .. t. .. j .. .9..n. .9 . .0 .. 9.. .9. .. J...~ .. ?.?..C.9. .. 9..m. .~n.y.5 .. r: .. 9. .. o.m .. § .. Q .. t. 
.-.. ~.~ .... --..... - ... ~~ .. ----~--------.------ ------------._-------_._ .. _--
Var-iables Number- of items Cr-onbach's Alpha 
Self-esteem 10 O.l9 
student expectation 12 0.74 
Classr-oom envir-onment 11 0.79 
--...... _ .... _-------------------- . ----.---. 
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Contextual variables 
Severa 1 contextua 1 var i ab 1 es were taken into 
consideration. These were sex of student, age, marital 
status, educational level, nature of work, class 
schedule, child care of fami 1 y, transportat ion, 
number of class session per week, distance duration. 
o . .$. .. 9..rD.pJ.5 .. Q..9. 
For this cross-sectional survey study, data were 
collected from students of Caritas Adult & Higher 
Education Centres and the Hong Kong School of Commerce. 
The Caritas centres were chosen because Caritas Educa-
t ion Servi ce was the.' 1 argest provi der of adu 1 t voca-
tional programs. Being deeply committed to its mission 
\ 
of helping adults, Caritas Adult & Higher Education 
Service was more concerned with the situation than 
other agencies . . Secondly, the researcher was the 
admi n i strator of one of Car i tas Educat i on Centres and 
was therefore in the position to obtain cooperation. 
The Hong Kong School of Commerce was selected for 
severa 1 reasons. First, the schoo 1 has been estab-
lished for a long time and was one of the major insti-
tut ions in offer i ng vocat i ona 1 courses. Second, the 
school provided another source of students who might be 
different from those attending courses in Caritas. 
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Third, the school was located in Tsim Sha Tsui on 
Kowloon side. This supplemented the other samples so 
as to have students from a very wide range of geograph-
'ic locations. Wi th the students from th -j s schoo 1, the 
fi na 1 samp '°1 e cons i sted of students from ° var i ous parts 
from Hong Kong, Kowloon, and the New Territories. 
A tota 1 of 540 quest 'i onna i res i nc -I ud i ng 9 °1 oba 1 
self-esteem, participation scale, externa -l environment 
scale and the contextual information form were distrib-
uted to six Cat" i tas adu 1 t educat i on centres and the 
Hong Kong School of Commerce. Three c'l asses of voca-
t i ona 1 coul~ses in each school wel~e random 1 y chosen to 
complete the questionnaires. students were assured 
thatthei r individual responses vvou 1 d nevel~ be i dent i 
fi ed °and liVere on 1 y be used as research put~pose on -I y. 
The number of subjects sampled in the study is summa -
t- Oized -in Table 3. Totally 540 cop -1 es of quest i on-
naires were distributed. Among them, 
g 'iven to students dut-ing class session, t.-\Ihereas the 
124 copies were sent by mail to the absen-
tees and dropouts. For those collected in class, 370 
cop i es wer~e found to be va 1 id. Whereas, 60 val id 
copies were obtained from those sent by mail. Tr'llJs, a 
tot a 1 of 430 valid questionnaires were obtained with 
an overallo return rate of 79.6%. After the question-
naires were collected, students' attendance rates were 
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calculated based on the class iegistiies as piovided by 
the iespective school authoiity. 
TABLE 3. 
N .. \:.:!.m .. p. .. ~ . .r.. .9..f. .9.q .. ~ .. § .. t.5..9. . .o . .o .. 9.j.r: .. ~ .. §. .gj .. § .. t .. r.:jJ? .. ~ .. t .. ~ .. g. R .. Y- .~ .. g .. ~ .. g .. 9. .. tj .. 9..n.9. . .J.. 
j . .o .. § .. tj .. t .. ~.t.j .. 9..n 
Name of Institutions No. of leaineis 
Caiitas Fiancis Hsu College 60 
Caritas Institute fOi Furthei & Adult Education 
- Chai Wan Night School 80 
Caritas Institute fOi FUithei & Adult Education 
- Fanling Night School ,70 
Caiitas Institute fOi FUithei & Adult Education 
- Shatin Night School 70 
Caiitas Institute fOi Furthei & Adult Education 
- Tsuen Wan Night School 80 
Caiitas Institute fOi Furthei & Adult Education 
Yuen Long Night School 80 
Hong Kong School of Commerce 100 
Total 540 
5 1 
E . .P..9 ..t..9. .A.n .. 9.J .. .Y..?.~,.? , 
In the study, the unit of analysis was the indi-
vi dua 1 student. F or each' "'student, items in the same 
d i mens i on wer"e aggr"egated. This means that fot- each 
student there ~'"ould be four'teen scores inc 'luding one 
score for self-esteem, one score for student expecta-
tion, one score for external environment, one score for 
,'''ate of attendance and ten scores for the contextual 
variab "les. 
The fa 1 "1 owi ng pr'ocedures were adopted in da ta 
analysis: 
1 . Contextual information was tabulated to g'1ve 
descriptions of the sample. 
2. Desc~iptive statistics including mean, and stand-
ard deviation were calculated to see if adult 
-1 earners differ in their degrees of self-esteem, 
student expectation, and external environment, and 
in the pattern of attendance rate. 
3. Pearson correlation was used to estimate the 
relationship between self-esteem, student expecta-
tion and external environment and attendance rate. 
4. regr'ess "i on was used to test how ~~u 1 tip "1 e 
students' attendance rate was related to self-
esteem, student expectation, environ-
ment and contextual variables. 
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CHAPTER FOUR 
. r~ .. J.N . .P. .. IN . .Q .. $. 
In the chapter, the information on the contextual 
va r i ab 1 e san d des c t~ i pt i ve '::f tat i s tic s 0 f bot h the 'i n d e-
pendent and dependent variables are first t~eported . 
Then, the findings of the main study are presented. 
A . .C . .9 . .D.:.t. .. § .. x.1q .. g.l .Y..9.r::j .. 9 .. p...J. .. ~ .. §. 
Tab "'I e 4 pr'ov 'i des tile genera 1 i nformat i on about 
adult learners in the main study. There were 18% male 
and 82% fema"'le. It eou 1 d be seen that most of the 
subjects were female. Regarding age, 92% of the 
s a m p 1 ewe r' e un de r 3 0 yea r~ S 0 fag e , v-J her' ea son "I y 8 % 0 f 
them were 31 and above. This means that most of the 
subjects wer"e r'elatively young. On mal~ i ta 1 stat,u~), 
89% of adult lear~ners Il'Jer(~ single, the rest (11%) mat~ 
,~ i ed . Does th"j s mean that family commitments may be 
one of the main constraints for adult learners (Wil-
kinson, 1982)? On educational level, 96% of the adult 
1 earner's had completed secondary education. Perhaps 
thi 5 is due to tl'19 bas i c requ i rement in enro 11 i ng in 
adult vocational courses. 74% of the subjects indi-
cate they were working full-time. This means many of 
the adu 1 t 1 earners attended these vocat i ona 1 cout~ses 
under the strain of a full-time employment. The I~est 
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or 26% of them worked part-time or without job. One 
wonders whether similar phenomenon exists on other 
adult education among vocational courses? 
TABLE 4. 




Age below 20 
" 21-30 
31 & above 
Marital status single 
married 
Education level secondary 
post-secondary 
Nature of work full-time 
part-time & other 















Tab 1 e 5 gives add i ti ona 1 i nformat i on about the 
adu 1 t 1 earners I attendance at these adu 1 t vocat i ona 1 
courses. Most of these (71 %) used public transport 
to attend classes whereas the others walked to school. 
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The majority of them spent almost 30 minutes in travel-
ling to classes. Improvement in public transportation 
wou'l d encoul'-age ' adu "1 t 1 earners to study. Less than 
half of the students chose to study only one session 
per week, but the rest (58%), were enro "lled for two 0, 
mOle sessions per week. Rega,ding students ' attendance 
,ate, it was found that 59.5% of the students attended 
ove, 90% of the lessons. Nea,ly ha"lf (48.6%) of the 
subjects attended all lessons. The mean attendance was 
85.6% of all lessons. 
TABLE 5 






Time of travel 
N. ;:: 429. 
Catego,ies Percentage 
(%) 
on foot 29 




two 0, mOle 29 
15 minutes 30 
30 minutes 41 
45 minutes and mOle 29 
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In sum, the subjects were predomi nant 1 y fema 1 e, 
single, young, and holding full-time jobs. They were 
a 1 most a 11 secondary school 1 eavers . They spent more 
than 30 mi nutes each time on pub 1 i c transport when 
travelling to attend classes each week. 
B . .R .. ~J. .. g .. t.j . .9. . .Q . .§ . bj.p'. .~ . .§? . t .  ~ .. ~J?' . .o. .$. .. t..~ .. 9 .. ~ . .cr.l;. .$. .. ~J. .. f .. = .. ~. § .. t. .. ~ .. ~JD ... '-.. 
.~ .. X.P .. ~ .. g .. t .. g_t .. j._9. . .Q ... L .~ . .J ... g .. § .. § .r: . .9. . .9. .. m .~.n . .':!. .. tr.: . .9. . .n.m .. ~.n .  t. /:\.0..9. Th . .§?. 
.G. .. l ..  g .. ?.?.. .A .. t..t .. ~ .. o..~ .. 9..n .. g .. ~. 
.$. .. t .  ~ .. 9 .. gn .. t. 
.R .. 9. .. t..~. Q.f. 
As a preliminary step, the characteristics of the 
students from Caritas and the Hong Kong School of 
Commerce were compared. It was found that though the 
students 1 attendance rate of the 1 atter was sign i fi-
cant 1 y higher than that of the former, se 1 f-esteem, 
student expectation, /'and classroom environment of the 
students from the two i nst i tut ions were bas i ca 11 y the 
'. 
same (see Table 6). Thus, the two student samples were 
combined in the following analyses. 
The research quest i on proposed in the study is 
11 What are the factors affect i ng pers i stence of class 
attendance among students in adult education short 
courses? 11 From table 6, it can be seen that mean score 
for self-esteem is 3.45. This score in a possible 
scale range of 1 to 5 indicated the students 1 confi-
dence was only moderate . Individuals with high self-
esteem, were expected to be successfu 1, whereas those 
with less self-confidence might entertain doubts about 
their pro~able success. 
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TABLE 6 
N.~ .. g .. Q .. ?'. .?? .. 0 .. 9. .? .. t .. ??..n.~~ .. ??. . .r. .. q. .q . ~ .. Y...:i. .. ??t .. t9. . .Q .. ?'. .9. .. f. .? .. ~ .. J .. .f..= .. ~ .. $. .. :t~ .. ~.m".,- .. .? .. tq .. q .. ~ . .Q .. t . 
. ~ .. X.P .. ~ .. 9. .. t..9. .. tj ... 9...Q .. .L .9. . .J...9 .. ?.?. . .r. . .9. .. 9..m. .~ .. n.'y'j .. .r. .. 9..nm .. ~ . .Q .. t ... ,-.. .?? .. 0,,9. .9 . .t..t .. ~.n.q .. 9 . .Q .. 9. .. ~. C .. 9 .. t.§. 
Variab Yles 
Se -1 f-esteem 
Student 

















Caritas HKSC t 
mean mean Vd -1 us 
3.43 3.52 1 .57 
(.48) (.49) 
3.36 3.40 .67 
( . 50) ( .40) 
3 . '17 3 . 1 0 1 .28 
( .49) ( .38) 
83.45 94 . 11 3.97 
(24.59) (9.43) 
HKSC = Hong Kong School of Commerce. 
::+::~: 
N(total) = 430, N(Caritas) = 343, N(Hong Kong School of 
Commerce) = 81. 
** P. < 0.0'1. 
The mean scot"'e of student expectat i on was 3.37 
wh i ch I/'Jas in the rni dd 1 e of the sea'l e range " to 5. 
This indicated that st0dents did not have a very clear 
and distinct goal and expectation. 
The three components for classroom environment 
were teacher, fe "101,-\1 student and coul''''se content. The 
mean scor'e was 3. '\ 5, a scor-e cons i dered .; n the mi dd le 
of the scale range. 
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.G ..Q .. r.::.r:..§..J. .. ~ .. t..i. . .9..n. .~ .. m.9. . .Q . .9. .t.h .. § . 5 .. r.J..9 .. §.P..?..cu;.L§.rLt. Y. .. 9.C..i . .9 .. p. .. 1.§ . .?. 
Table 7 shows the Pearson correlation coefficients 
among the three independent variables, namely~ student 
se 1 f-esteem ~ student expectat ion, and classroom envi-
ronment. It could be seen that these correlate to each 
other significantly at a level of either 0.01 or 0.05. 
That is, students . with higher sel f-esteem and better 
perceived classroom ~rivironment have high expectations-
from the course. 
TABLE 7 
.c. . .9.r . .r.::..§ . .J. .. 9. .. t .. :t.9. . .D. .~ . .Q .. § .. f..fj .. ~.j .. ~ . .Q .. t .. ?. .~ . .m.Q .. r.J..g. .?.§ .. J ... f_= ..@ .. §j; .. @.§ . .f.D ... '-. .? .. t .. ~ .  9 .. §..r.] .. t. 
.§ .. ~ . .R .. § .. ~ .. t .  9. .. t..::L9JJ. .9. .. 0..9. .~ . .J ... ~ .. ?.?..r...9. . .9..rD. .§ . .G..Y...i..C . .9. . .D.rD .. § . .D .. t. 
'. 
student expectation Classroom environment 
Self-esteem 0.13 ** 
Student Expectation 
N. = 430. 
* P. < 0.05, * * p. < 0 _.0 1 . 
0.16 ** 
o . 1 2 * 
.c._9.cr .. § .. 1.9. .. t.5 . .Q..D. .Q .. §j;'.~ .. § .. § .. n At..t..§JJ.9. . .9. . .o .. ~.?. B_9 .. t..§. .9. . .0..9.. .$._~ .. J..f .':: .. § .. § .. t .. § .. ?..m .. ,-.. 
. ~ .. t..~ .. f.L§JJ.i .~ .. 0. . .R_§_g_t.9j;j .. .9. .. o. .. 1... .9."[L9.. .CJ ... ~ .. ? .. § . .r.::..9.  .9. .. m .~ . .o.Y .. tr.:: . .Q..D.m..@.D...:t.. 
Table 8 shows the Pearson correlation coefficients 
between attendance rate and self-esteem, student expec-
tation, and classroom environment_ It was found that 
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attendance rate correlated significantly with student 
expectat i on and c '1 assroom envi ronment. 
tendance rate did not correlate well with self-esteem. 
TABLE 8 
.G.. 9. .. C .. C .. ~..J. .. 9 .. t.j .. 9. .. Q. .g .. 9. .. ~ . .f .. f .. J .. 9.j .. @ ..Q..t. .. ? .9. .. @ ..t. .. 'd .. @ ..@}J. .9 .. t. .. t. .. @ ..O .. 9 .. 9 .. 0 .. g .. @. .C .. 9 .. t. .. §? .9 .. Q..~ . 
. ?@ . .l. . .f..:: .. @ ..?. .. t...@ ..f?. .. m ...".. .?.t .. J~ .. ~ .. @ ..o..t. .@ .. 0..P .. f? .. g .. t .. 9. .. t . .i...9..0 ... 1... .9 . .0..9. .gJ .. ?:I .. ? .. ?..c .. 9. .. 9..m. .@ .. O.Y...i ... : :. 
C .. 9...n.m..~..n.1 
Attendance rate 
Se 1 f--esteem 0.07 
student Expectation 0.16 *%. 
Classroom Environment 0.26 ** 
N. :::: 430. * * P. < o. 0 0 1 . 
It cou 1 d be seen that student expectat i on was 
t-e 'l ated to attendance rate. I t showed that students 
wi th mor~e sat i sfact ion in classroom envi t-onment found 
to have higher attendance rate. Student expectation, 
cl assr'oom envi I~onment and attendance were sign i fi cant 1 y 
correlated in the range from 0.16 to 0.26. 
means students with high expectations had highet- at--
tendance rate. Also, students were satisfied with 
c1assr~oom envir~onment were bettel~ in attendance. In 
sum, higher' -j n expectati on and cl assroorn envi ronment, 
had better attendance. 
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.R_~ .. J...g .. tj . .9.n. .9..f. .?.~ . .J ... f..= .  ~ .. ?. .. t .. §.~.m ... ;t.. .? .. t.q .. Q ..~ . .C! .. t. .§ .. X.P' .. §.g, .. t. .  g .. t . .5 . .9..D ... 1... .g, . .J ... g .. ?.?. . .r. . .9._9.JD. 
.~.!J.y'j .. r.: . .9...Q.m .. ~JJ..t. .gJJ .. 9. .g, . .9..Q .. t .. ~ .. X .. t..~~:!..gJ. .y".9 . .r.:j .. gJ.?.1.~ .. ?.. .t.9.. 9 .. t .. t .. ~ . .o .. g .. 9. . .Q .. g, .. ~. .r...gj;.§.. 
Multiple regression analysis was used to examine 
the relationship among self-esteem, student expecta-
tion, classroom environment and student attendance. 
students' attendance was the dependent variable whereas 
self-esteem, student expectation and classroom environ-
ment were the criterion variables. It was found that 
the c~iterion variables totally accounted for 8.46% of 
the variance (multiple R = 0.29), [(3,426) = 13.13, 
P. < 0.01 (see Table 9). 
TABLE 9 
.M .. ~J.j;j.P.J .. ~. r:: .. ~ .. g . .c.~ .. ?.?...i . .9...o. .9. .. f. .~ .. t .. t_§.Q .. ~;t.9. . .C! .. ~_.~. r::.9 . .:t .. § .R .. V. .? .. ~ .. J...f .. =.§ .. §_.t .. § .. §JO' .. :t •• 





ns = nonsignificant 
** .P. < 0.01. 
Beta 
o . 0 1 






To examine the contribution due to self-esteem, 
student . expectat i on, and classroom envi ronment after 
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contro 11 i ng for the contextua 1 var i ab 1 es, hi erarch i ca 1 
multiple regression was used. In the first analysis, 
the cr iter i on var i ab 1 es were the contextua 1 var i ab 1 es , 
whereas in the second step, self-esteem, student expec-
tation and classroom environment were added. 
It was found that self-esteem, student expecta-
tion, and classroom environment accounted for 6.77% 
(.10.91 % - 4.14%) of the tota 1 var i ance of attendance 
rate (see Table 10). By subtracting 6.77% from 8.46%, 
it could be concluded that the overlapping of the 
contextual variables with the self-esteem, student 
expectation, and classroo~ environment was only 1.69%. 
/' 
TABLE 10 
.t!.5..~ .. r...9 .. r...g.b .. tg .. 9..J.. .rr.t~..J. .. tj .. p .. l§. .r. .. ~.9 .. r. .. @ ..?_?.5 .. QD. g.£. .9J; .. t .. §D .. 9. .. SlJJ .. 9. .. §. .r. .. 9. .. t .. ~ R_Y-
.9. .. 9 .. o...t .. § .. 0._t .. ~ .. 9...J.. .Y. . .9. .. r...t9..R.,J ... @..? ... lt.. .? .. §J.f . .:: .. @ .. ?. .. t..~_@JJJ ... l!_ .§ .. t.1L9 .. §JJ .. t. .§ .. X.R~§ .. £.t .. srtj_.9Jl.1. .. 
. 9JJ .. Q. .~_.J ... 9. .. ? .. ?. .. t:: .. 9 .. 9 .. m .@ .. Q .. Y.5 .. t:: .. 9.D .. rD .. @JJ.t. 
Variables Multiple R % of variance [ values 
Contextual variables 0.20 4.14 2.01 ** 
.~ .. t .§.P. I.~ .. 9.. 
Contextual variables 0.33 10.91 4.24 * 
+ self-esteem 
+ student expectation 
+ classroom environment 
* R < 0.05, ** 2 < 0.01. 
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The i nd i vi dua 1 beta va 1 ues of the contextua 1 
variables are shown in Table 11. It could be seen that 
the individual contextual variables were not signifi-
cant 1 Y re 1 ated , to attendance rate. That is, each of 
the variables, students' sex, age, marital status, 
educational level, class schedule, nature of work, 
child care of family, and time of travel (duration) 
were not related to attendance rate. As it could be 
see n fro m the r e_g res s i o_n co e f f i c i en t sin Tab 1 e 1 1 , 
student expectation and classroom environment were the 
main predictors. 
TABLE 11 
t1.q..J. .. tj .. E..J ... ~. .r. .. ~ . .9r .. ~ .. ? .. §.5 . .9.n. /:.(f.9. . .r. .. ~ .. §.9. .~n .. t..r.JL.1 .9. .. f .9_t..t_~n .. ~L9 . .o .. ~_.§ C_9..t .. § 
.P. . .Y.. .~S?n.t .. § .. X .. t..~ .. 9_.J.. .Y. .. g . .r..j .. g .. p...J. .. ~ .. ? ... ".. .? .. § .. J. .. f .. = .. § .. § .. t .. § .. §.,m. . .1... .? .. t .. ~_.g .. §n .. t. .~ .. X.E .. ~ .. ~ . .t.2.= 














ns = nonsignificant 












o . 1 1 
o . 0 1 
















QJ ... $ .. G.JL$. .. $.J .. QN. .A.N . .P. .G..QN .. G. .. ~.V..$. ... LQ..N.$. . 
. $..Q.m.m .. 9 . .r..Y. .9. .. :f. fJ. .. Q .. 9 .. i. .. n.9 .. ?'. 
In the main study, seven schools and 540 students 
wer"e involved. The subjects were predominantly female, 
sing "le, young and ho 'ld';ng full·-time jobs. They V'-,Isre 
almost a "ll secondat-y school ·leavers. They spent more 
than 30 mi nutes wi th .. pub 1 i c transport when they tra-
vel led to attend class mostly once a week. The find-
ings of the study show that attendance rate correlates 
s ~i gn i fi cant 1 y wi th student expectati on and cl asst"'oom 
environment while attendance rate does not cort"'elate 
with self-esteem. Contextual variables do not directly 
relate to the rate of attendance, but they contribute 
to the variance. 
QJ. .. ? .. 9.: .. lJ .. ?. .. ?. .. J .. 9. .. n. 
From the profile of the subJ ects, it was found 
that the average me~n ' scores of student self-esteem was 
3.45 which indicated that the students' confidence was 
on ~I y moderate. It is possible that Chinese tend to be 
humb'l e in thei r responses, ' wh i ch 1 eads to a moderate 
self-esteem score. The self-esteem of adult learners 
was homogeneous whatever the attendance rate is high 
or low in the study. ~ Adu 1 ts wi th poor~ educat i ona 1 
63 
· ~ .. 
backgrounds frequently lacked interest in learning or 
con f i d en c e i nth e i r a b i 1 i t y to 1 ear n ( C r 0 ss, 1 9 8 1 ) . 
they will avoid the risk required in learning new 
th i ngs, bas i ca 11 y because they do not expect to suc-
ceed. In their experience with education in the past, 
the outcome of effort is more likely to be the pain of 
failure than the reward of a new job, a promotion, the 
admiration of others, or the self-satisfaction of 
succeed i ng at the 1 earn i ng task. Ear 1 y and constant 
fa i 1 ure in schoo 1 usua 11 y 1 eads to lower se 1 f-esteem. 
Furthermore, these peop 1 e wi th poor academi c ach i eve-
ment and unpleasant experience are less likely to take 
-,, ' further courses once they leave school. It is because 
the possibility of failing in these adult education 
\, 
courses are too threaten ing to them. Those who had 
unpleasant experiences in school would think that they 
were Iltoo dumb" to succeed in academic learning . For 
them, a push to boost their self-confidence is impor-
tant. Then they will be more willing to venture out 
into the less uncertain new learning situations. Thus, 
one of the things that educators can do is to give more 
encouragement to those with low self-confidence. 
Another beneficial way is to create more low risk 
educational opportunities for these students. 
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The mean score of student expectation was 3.37 and 
was the middle of the scale range. The moderate value 
possibly indicated that the students did not have a 
very clear and distinct g6~1 and expectation. If a goal 
that is important to a person is likely to be achieved 
through further education, then the motivation in adult 
-learning is strong. If the goa'1 is not especially 
;' mportant 
motivation 
01- the , 1 i ke 1 i hood of success 
decr-eases accordingl y. The 
is in doubt, 
importance of 
des i gn i n9 1 earn i n9 exper i ence that meet the gOd 1 s of 
adult learners seems clear. 
mine what those goals are. 
The problem is to deter-
In Hong Kong ~ the major 
emphas is -i n adu 1 t 1 eat-n i ng has been on the pract -j ca 1 
rather than the academi c; on the app -1 i ed rather than 
the theoretical; and on skills rather than on knowledge 
0,' i nfor'mat ion. It is cons i stent wi th the genera 1 
conclusion of Johnstoneand Rivera (1965). 
People who do not have good jobs are interested in 
fu"thet- educat-ion to get better Jobs, and those who 
have good Jobs would like to advance in them. Thus, 'if 
the courses can fu 1 fi 11 the r'espect i ve needs of these 
two large categories of students, participation would 
be high. Otherwise, drop out rate will be high. It is 
paramount that adult educators design appropriate 
learning experiences to help people achieve such goals. 
Learn i 'ng shou 1 d be a reward i ng expel"" i ence from a 
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child's earliest years. Negative or punishing experi-
ences should be avoided, and the best way to treat 
"1 ack of knowl edge 11 is probab 1 y to regard it as a 
temporary state in the natural inclination for lifelong 
learning. As found in Hong Kong and other countries, 
drop out rates for adult education are relatively high. 
It is particularly true for the mature students in the 
matriculation courses. This is simply a fact of life 
we must accept. A high proportion of them embark on 
their courses with a give-it-a-try attitude and without 
any expectat ions. If circumstances rni 1 i tate aga i nst 
thei r stud i es they abandon them, not glad 1 y but qu i te 
naturally, with much the same kind of regret as someone 
m i 9 h tab and 0 nap 1 a'n n e d p i c n i cif the !,AJ eat her tu r n s 
nasty. 
'. 
It was also found in the study that the mean score 
of classroom environment was 3.15. The value lied in 
the middle of the scale range and possibly indicated 
that the students did not have strong opinion (not very 
satisfied nor very dissatisfied) on the classroom 
environment. Boshier's theory suggested that the 
proper match i ng of adu 1 ts to educat i ona 1 envi ronments 
was important. Motivation for learning was a function 
of the interaction between internal psychological 
factors and external environmental variables, or at 
1 east the part i c i pant's percept i on and i nterpretat ion 
of environmental factors (Boshier, 1973). 
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I f one I s 'to'ta 1 current envi ronment requ i res or 
encourages further 1 earn i ng, one wi 11 percei ve adu 1 t 
education as having, at le~st potentially, high person-
al value or utility_ An individual IS perception of the 
va 1 ue of adu 1 t educat ion qu i te obvi ous 1 y w·j 1 "1 affect 
that individual IS disposition 01'-' readiness to partici 
pate. If students can achieve their expectations, they 
will persist in attending the courses. 
Classroom (~nvit~oriment is defined as the Ilpel'~sonal­
i ty 11 of the envi r' onment, as opposed to its phys i ca 1 and 
human aggt~egate character i st i cs _ The envi ronment is 
socially constt~ucted by the teacher, students, course 
"level and the"ir interaction, thus leading to distinc-
tive attitudinal and behavior'al norms_ Students who 
found the '1 eve 1 of thei r course was not as they had 
anticipated, would stop attending classes. Some stu-
dent complained that they were not satisfied with 
tutor. The classroom environment seemed to be the more 
important predictor. 
With respect to environmentally determined fac-
tors, many of the key components of existing models of 
participation "included factors such as participation 
oppol~tunities (CI~OSS, 1981), individual exper~ ier1ce of 
need (r~ubenson, '1977), and leat~ning press (Dat~kenwald 
and ~1er r i am , 1 982) . When the contextual variables were 
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considered, it was found that none of the contextual 
var i ab 1 es had sign i fi cant pred i ct i ng power. Student 
expectation and classroom environment were the main 
predictors. Three categories of motives has been 
raised, which are namely, 'vocational' , instrumental' , 
and 'goal' motives (Houle, 1961). 
In this study, as the students were taking vocati-
onal courses, it is likely that the vocational motive 
drive might dominate. That is, students attended the 
courses mainl y because they thought that the course 
. materials were useful in the present or future careers. 
In other words, students were either preparing for a 
possible new career / or trying to do better in their 
present job (Courtney, 1981). As mentioned in the 
'-. 
previous section, 92% of the sample students were under 
30 of age and 89% of them were sing 1 e. The wish of 
young people, at the start of their career or perhaps 
unemployed, is to increase their potential on the 
1 abour market. However, the external and domestic 
pressures would more easily lead to abandoning the 
course (Hibbett, 1986). Even if students had the goaJ 
to attend the course, they were unable to continue 
their studies because of some unanticipated event which 
occurred after their enrollment. 
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There may be some other factors that would influ-
ence attendance. rate such as fami 1 y commi tments, change 
of jobs, change in working hours and hea "1 th factors 
(W ilk ins on, 1 982) . As far as one dare genera 1 i ze ~ it 
is probably better for mature students to avoid a 
double study commitment unless one course will be 
comp 1 e-ted before 'the other gets into its I fi na 1 exam -i-
n a t ion run I • C e t- t a i n 1 y the vas t m a j 0 r i t y 0 f res p 0 n d -
ents indicated that they had abandoned the course 
because of conflicts of interests of one kind or anoth-
er . As student apparent 1 y did not fi nd ' the work too 
difficult and had no other problems, this seems 
strange~ but exam-phobia did seem fairly common in 
matul~e students (Smith, 1987). It is not primarily an 
end-purpose-oriented course and, for such people, 
ceasing to attend when the occurrent enjoyment is out-
weighed by the inconvenience is perfectly natural. It 
seems fair to suspect, however, that if there had been 
patently high levels of study achievement by these 
people, their~ lenjoyment l of the course would have been 
greater. Furthermore, students have greater motive to 
attend courses when their need is higher. It would be 
quite impertinent that these mature students put high 
priority to these courses. 
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The rival tradition in education, found notably in 
economically more successful countries, was of building 
an industrial society on earlier and more lavish educa-
tional investment. A c 'ountry's most important resource 
was always its people and the better educated they 
were, the more the country prospered. Vocational 
educat i on of adu 1 ts wou 1 d rap i d 1 y grow in importance 
becaus~ of the dat i ng of sk ill s, the demand for new 
ski 11 sin i ndustr i es wh i ch did not exi st before, and 
because the embarrassment of growing unemployment. The 
new age of educational instrumental ism saw growing 
importance in basic, compensatory and related areas of 
adu 1 t educat ion 1 i ke'l y to provi de the styl e of work-
force and society on which the new technoJogical society 
'. 
could be built (Stephens, 1981) . 
. l:: . .i..mJ. .. t .. 9. .. t..j .. .9..n .. §. 
The present research has the fo 11 owi ng 1 i mi ta-
tions: 
This study is based on a cross-sectional observa-
tion design. Only correlational relationship is meas-
ured for the independent variables and dependent varia-
bles, therefore, causal relationship cannot be at-
tributed. 
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In this study, st.udents' perceptions of ,their 
1 earn i ng envi ronment are asked. It is possible that 
there is a gap between their perceptions and the reali-
ty. Student's attendance rate may b~3 exp 1 a i ned by 
self-concept, expectation and external environment, 
life transitions - trigger events may affect student's 
continuing participation in learning (Cross, 1981). 
The sampling in this study is mostly from Caritas 
Adu 1 t & Higher Educat ion Servi ce Centres. It is the 
character i st i cs of student behavi our in th i s group, 
therefore it may not be applicable to other adult 
educational agencies. 
The present study only focuses on the vocational 
courses. Courses of an academic and genera 1 nature 
may operate in different situations. 
There may be other personal and environmental 
factors, e.g., professional training of the teachers, 
interference from daily work, conflict between job and 
fami 1 y ete., wh i ch may be re 1 evant to th i s study. 
Thus~ the application of the findings of this study 
should not be overgeneralized. 
Within each sample school, the coordinator of each 
school r~andoml y distributed the questvionnavires. This 
could not be controlled and the time and situation for 
completing the questionnaires could not be fixed. 
Therefol~~, the accl..H~acy and re 1 i ab 'i 1 i ty of the stu-
dents I ' responses may be affected. 
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The important function of adult education courses 
is to provide a means of self-discovery -- and a simi-
1 ar study of successfu 1 students mi ght we 11 unearth a 
high proportion who had surprised themselves by their 
determination and resourcefulness in overcoming obsta-
c1es. In any case, since adult educator cannot arrange 
people's lives for them, it is a problem over which the 
edu~ator has little cont~ol. The most adult educator 
can hope for is to make the course itself so stimulat-
i ng and provi de such reassurance and support that, at 
times of indecision, the scales will tip in favour of 
continuing. Adult e~ucation contribute to the widening 
of general resource and life satisfaction to all peo-
'.. 
ple. Thus, this will narrow the gap between the least 
and the most educated sectors of the population if the 
educationally disadvantaged ones have the chance to be 
educated. Further studies about adult education are 
needed and required. The documentation of the profiles 
in the study would provide a reference for the Hong 
Kong Government, voluntary agencies and adult educator 
to improve the attendance rate when providing the 
courses for adul t 1 earners. The benefi ts of adu 1 t 
education are significant, both for individuals and 
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各位同學： '‘， 
我 在 - 窗 莛 中 菏 學 「 菊 貝士现程，^^^ 
出 ; ^ ^ 5 1 1 ^ 1 ^ 」 目 。 懇 詰 ！ ^ " ^ 油 出 時 間 ^ 
多谢合作。 
―：^!^^六月三十曰 
第 " ^ 敝 
這 咅 啦 弓 I 出 ^ ^ 艮 赔 翅 力 學 習 ^ 果 程 目 的 ， 也 作 答 。 
出 ^ ^ 剖 尔 的 ( 只 1 . 2 , 3 , 4 或 5〉 
^ ^ 不 無 真 ^ ^ 
XI ^： ’ ^ ’ 
之確 5萑 見 石萑 之5萑 
1 . 卒 往 不 足 的 教 贸 。 1 2 3 4 5 
2’ 機會。 1 2 3 4 5 
為 ^ 練 劉 備 。 1 2 3 4 5 
4，鄉艮曰常生活白卬。 1 2 3 4 5 
找 尋 ^ 義 白 1 2 3 4 5 
補 俊 ^ ^ ^ 白 嫩 荒 機 會 。 1 2 3 4 5 
1. &辩。 ^ 1 2 3 4 5 
‘ 為 佳 的 身 彻 也 位 。 1 2 3 4 5 
滿 足 救 啦 。 1 2 3 4 5 
1 2 3 4 5 
11 麵 作 聰 立 。 1 2 3 4 5 
1 2 ， 力 工 個 功 。 1 2 3 4 5 
91 
‘“‘V ‘  
边 咅 , 歹 1 1 出 同 俗 ， 6 斉 客 ; ^ 也 回 答 。 
^ ^ ^ ^ 昏 ^ ^ ^ 识 逛 一 域 1 , 2 . 3 , 4 或 弓 ） 
^ ^ 不 無 同 矛35111 
同 同 窓 
^^ ^ ^^^ 7551 ^ ^， 
I . 你 忍 爾 備 白 拡 聰 " ^ 寧 合 。 1 2 3 4 5 
探 禾 勤 勺 内 容 參 如 位 ^ ^ 1 2 3 4 5 一 
御 链 々 ’ “1 2 3 . 4 . 5 
你 忍 ^ ^ 識 鄉 妥 方 1 2 3 . 4 5 
铒 ！ 耐 厢 乍 鮮 姆 媒 介 白 辅 彌 1 2 3 4 5 
13x51)^52： ^  0 
6 ， 独 饼 裝 知 ^ ^ 習 的 ^ ！ ^ 胺 1 2 3 4 5 
言运力口 
？. 你忍為同^^友苕^ 1 2 3 4 5 
微 ^ ^ 啦 婢 師 。 1 2 3 4 5 
芾閒談的^^ 艮多。‘ 1 2 3 4 5 
10 ^  師"^滿宽。 1 2 3 4 5 
I I . 微 : ^ ！ - ^ 辄室。 1 2 3 4 5 
62 
“谊苦识你値^^「自我」^白勺@去。 ‘“ 
“‘ 一 ^ ―‘ 
^ ^ 出 : 細 ^ ^ 1.2.3.4 或 5〉 
反 不也 资 強 
^ ^ 烈 
‘ 芝 撒 對 ，對 成 成 
1. 我 傲 琪 白 筑 功 禾 状 咅 啦 人 1 2 3 4 5 
我希辆更營：^^自己。 1 2 3 - 4 5 
^^餓菊艮多好的才银。 1 2 3 4 5 
徴于於自己是抱榮1^ ：白鄉度。 1 2 3 4 5 
我忍為自己惯值白勺人，^^ 1 2 3 4 5 
^^^1^1』人相等白勺々 ^ 
6，總括??我很辄重自己。 1 2 3 4 5 
？. 倒 鄉 傲 。 1 2 3 4 5 
守艮多時，我3忍為自己^“^^ 3；。 1 2 . 3 4 5 
掷 艮 多 导 自 己 ^ ^ ^ 。 1 2 3 4 5 
10 ^  么 链 來 說 . 我 激 1 2 3 4 5 
‘ 鑽 
第四吾况分’ 
為 料 白 ^ I 村 口 分 析 ， 5 奔 : ^ 的 料 。 5 脑 合 適 白 彷 格 内 “ 一 “ 。 
- 1播性 別 ― ―-：一口男 口女 一一 
2，：‘年 龄 ：口 20^1^下 口 21-30 口 31-40 
口 41 -50 口 
3會婚^^況 ：口未婚 口已婚 
4，探 歴 ： 0 。 喊 口中探 口大翠 0 ^ ^ 
5 ^ 職 . 業 ？、口全職 
’ 口 ^ ^ ― 
口其他（^^ , 帯’退休，^^。〕 
6 書 上 時「4 ： 0 6：30 ―9^30 口’爪叙 
0 6：30 口.爪-一8:00 
0 8^00 ―9：30 
‘ II：其他 
“？. 況：〔只?^ ^供 ： 0 不 口 〇 個 0 ~1窗 
：^^ ^下子女數目白勻 口二 乂固 口三 
辩玛） “ 
8 \ 周 4 可 禾 ^ ^ 式 ： 口步3亏 
工具）回校 口 ^ ^ 火 車 
0 巴 士 7霜車7小巴 
口寂冻車 
^ 口 丁具 
毎&±1課次數 ：口 一次（三小時） 
口 (毎次一小時半〕 
0 邦 也 
1 0 . 時 間 回 ： 口 十 内 口 三 内 
牛5^课 ^ 0 四 十 内 0 —。、時以内 
口多万窆一」领 
1 1 ^ 尸 、 ： ^ ^ ^ ^ 堂 
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